Journal of University Teaching & Learning Practice
Volume 19
Issue 3 Quarterly Issue 2

Article 03

2022

Does an assessment rubric provide a better learning experience for
undergraduates in developing transferable skills?
Toh Yen Pang
RMIT University, Australia, tohyen.pang@rmit.edu.au

Alex Kootsookos
RMIT University, Australia, alex.kootsookos@rmit.edu.au

Kate Fox
RMIT University, Australia, kate.fox@rmit.edu.au

Elena Pirogova
RMIT University, Australia, elena.pirogova@rmit.edu.au

Follow this and additional works at: https://ro.uow.edu.au/jutlp

Recommended Citation
Pang, T., Kootsookos, A., Fox, K., & Pirogova, E. (2022). Does an assessment rubric provide a better
learning experience for undergraduates in developing transferable skills?. Journal of University Teaching
& Learning Practice, 19(3). https://ro.uow.edu.au/jutlp/vol19/iss3/03

Research Online is the open access institutional repository for the University of Wollongong. For further information
contact the UOW Library: research-pubs@uow.edu.au

Does an assessment rubric provide a better learning experience for
undergraduates in developing transferable skills?
Abstract
There is ongoing interest in developing rigorous and accurate assessment methods in higher education,
particularly in the use of assessment rubrics and in providing more useful feedback to students rather
than a simple grade. However, there has been little used of reliable assessment rubrics that provide
feedback to individual students on their teamwork participation and skills, and which assist academic
staff in assessing teamwork among students. This paper reports on the second phase of a study that
aimed to evaluate a rubric to assess skills and processes in teamwork, and whether a rubric facilitated a
better learning experience than a simple marking scheme. The second phase focused on the
implementation of a revised assessment rubric designed to assist students and staff in understanding
what was expected in the assessment process, and in particular the creation of efficient tools and metrics
to measure both teamwork and individual performance during collaborative team design projects.
Findings from two surveys of students provided the dataset for this second phase of the study. The
findings demonstrate that assessment rubrics provide an important adjunct in improving students’
teamwork performance and their understanding of their learning activities. This study will also contribute
to ongoing discussions on higher education assessment methods.

Practitioner Notes
1. Rubrics are useful in assessing skills and processes in teamwork
2. Students’ reflections on team processes can improve their learning experiences
3. Rubrics provide extra support to teaching staff in grading students’ works
4. Rubrics improve consistency in grading
5. Effective assessments encourage students’ satisfaction and better learning outcome.
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Introduction
Engineering degrees need to produce graduates who have basic competency in the technical
aspects of engineering and the communication and teamwork skills needed to ensure engineering
projects are completed and implemented safely. These requirements are indicated by the
transferable skill attributes as described in the Engineers Australia Stage 1 Competency Standard
for Professional Engineers, and are related to professional and personal qualities such as effective
team membership, leadership, communication and creativity (Engineers Australia, 2019). After
completing their engineering degrees, each graduate engineer must be able not only to demonstrate
the required engineering knowledge and skills to solve complex problems, but also function as an
effective team member as well as lead and manage teams toward the timely completion of
engineering tasks and projects.
In 2008, the Australian Council of Engineering Deans highlighted a concern that various subjects
within engineering curricula were not presented or taught in a way that enabled students to transfer
problem solving, critical thinking, teamwork and communication to the workplace. Since 2008,
this concern has only grown, even though a focus of research in engineering education has been
directed toward how to improve the communication and other transferable skills of students
(Chadha, 2015; King, 2008; Rizzo et al., 2013). In providing sufficient skills training, engineering
educators develop curricula, instructional materials, teaching and learning strategies, and
assessment processes to help students acquire the skills needed.
As a result, the use of interdisciplinary and industry-sponsored engineering design projects that
incorporate project-based and/or problem-based learning (PBL) strategies have become more
widespread and are frequently regarded as effective approaches for cultivating transferable skills,
such as problem solving, teamwork, creativity, and a strong work ethic (Andersen, 2001; Chu et
al., 2017; Ditcher, 2001; Jensen et al., 2019; Joo et al., 2019; King, 2008; Laybourn et al., 2001;
Ribeiro, 2011). As described by Andersen (2001), a good project is one that involves engineering
design activities that require a team effort and the application of theories, to devise creative and
innovative solutions for real problems which meet the project specifications, while also managing
project constraints. The success of any project depends on the shared responsibility, creativity of,
and effective communication between individuals from different disciplines (Charyton, 2013;
Charyton et al., 2011; Chu et al., 2017; Joo et al., 2019; Zhou & Krogh, 2019)
Engineering design projects and teamwork
As a result of the need for further transferable skills training, there has been a greater emphasis on
engineering design in engineering curricula as success in this technical field is aligned with the
development of strong transferable skills (Andersen, 2001; Ditcher, 2001; Dym et al. 2013; Han et
al., 2021; Heylen et al. 2007; Joo et al., 2019; King, 2008; Laybourn et al., 2001; Ribeiro, 2011).
According to Dym et al. (2013, p7), “engineering design is a systematic, intelligent process in
which engineers generate, evaluate and specify solutions for devices, systems and processes whose
forms and functions achieve clients’ objectives and fulfil users’ needs while operating within a
specified set of constraints. Engineering design may be challenging for many reasons”. As stated
by Heylen et al. (2007, p375), “students are required to solve complex open-ended problems in
various contexts, mostly in interdisciplinary teams”. Ditcher (2001) and Frank & Barzilai (2004)
found that PBL approaches help students by: fostering deep learning in which students apply
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concepts to define problems; integrate and apply analytical knowledge to solve problems; and
work through to the solution.
Problem solving often needs critical thinking and creativity; these are skills needed to survive in
employment and solve everyday problems. In a previous study, Bailey & Szabo (2006) found that
design process knowledge is essential in assessing problem-solving skills of students in the design
process. Further, a recent study by Han et al. (2021) has highlighted the merits of group work in
science, technology, engineering and mathematic design education, where it helped cultivate
creative thinking and decision-making abilities that employers sought. However, there was a lack
of appropriate assessment tools for these design-based assessments. Ralston & Bays (2015) argued
that integrating and evaluating critical thinking assignments into engineering curricula is possible,
but there is a major challenge that engineering educators need to be trained in the use and
development of valid and appropriate rubrics. Similarly, Guaman-Quintanilla et al. (2020) argued
there is a lack of accurate, systematic, assessment and performance-based measures in design
education.
A number of research studies have emphasised the importance of collaborative teamwork skills in
undergraduate education (Andersen, 2001; Britton et al., 2015; Chan & Ho, 2019; Jensen et al.,
2019; Planas-Lladó et al., 2020; Puente & Jansen, 2017), and there has been an increase in use of
rubrics in teaching engineering design courses aimed at developing students’ teamwork skills. A
study carried out by Puente & Jansen (2017) investigated whether rubrics, used as a supervision,
feedback and assessment instrument, have any impact on students’ progress. Despite an example
rubric that assessed students’ performance in an engineering design group assignment being
provided by the authors, their rubric lacked the assessment criteria related to teamwork processes
and participation. A recent study by Rooney & Scott (2021) provided an example of a rubric for
assessing teamwork during a four-phase design process. However, their rubric did not provide
detailed information on the marking criteria, descriptors and grade levels for students’ work to be
assessed.
In summary, there has been a lack of focus on reliable assessment rubrics providing detailed
feedback to students on their participation in group work and teamwork skills development, which
can also assist academic staff in supervising and assessing the students. Provision of feedback on
and efficiency in marking are both important issues, because students want detailed feedback. Yet,
for the teaching staff, marking a large number of team projects is labour-intensive, and providing
each student with feedback on teamwork skills is complex. The issue is, then, to determine how
best to provide feedback and assess critical thinking and teamwork in engineering design
processes when students are undertaking collaborative team projects (Bailey & Szabo, 2006;
Stentoft, 2019). It is the lack of focus on reliable assessment rubrics that the study reported here
sought to address.
Assessment and rubrics
In the current literature, there is generally a lack of consensus on how to assess teamwork, and
rubrics have less often been used for this purpose in higher education settings (Britton et al., 2015;
Delgado & Fonseca-Mora, 2010; Diefes-Dux et al., 2012; Fernandes et al., 2012; Hastie et al.,
2014; Menéndez-Varela & Gregori-Giralt, 2018). For example, Britton et al., (2015) stated that
teamwork is difficult for educators to quantify and that the development of team performance is
hard to measure. They addressed the challenge by developing a practical and re-useable rubric for
different cohorts of students to assess individual teamwork skills in an undergraduate drama
course on theatre, history and literature. The rubric was only suitable to measure team skills and,
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consequently, is limited in its application to assess critical thinking in engineering. Therefore,
Diefes-Dux et al. (2012) stated that assessing student performance and providing feedback on
opened-ended problem-solving activities is challenging, especially when students are engaged in
developing a complex product that involves many possible solutions.
In addition, assessors need to provide reasonable feedback on an individual student’s learning
process and the approaches that student utilised when solving a problem (Diefes-Dux et al., 2012;
Fernandes et al., 2012; OECD, 2013). Assessment encompasses summative and formative
purposes. Summative assessment, usually in the form of a grade, is provided after a final piece of
assessment has been completed, to help students understand their overall achievements. Formative
assessment provides ongoing feedback to inform students how they are learning, what to look out
for, and to help educators adjust the teaching and learning approach throughout a course (DiefesDux et al., 2012; Looney, 2011; Prins et al., 2017). Students learnt best and understood more when
they were aware of the criteria being used to assess their work. In addition, the use of rubrics,
distributed before classes began, helped to improve student learning as the students were able to
use the rubrics to plan, monitor and assess their own understanding and performance as the course
progressed (Chan & Ho, 2019; Curran et al., 2011; Zhang et al., 2018). Ditcher (2001) reported
that once students developed a deep appreciation of the learning material and activities, they were
likely to build positive relationships with the instructors, peers and the material itself. In addition,
The National Research Council (2001) has argued that assessment instruments, such as rubrics,
provide valid and reliable inferences on students’ conceptual progress, thereby guiding and
targeting the instruction and providing a means of evaluating the efficacy of the subject as a
whole. Rubrics also assisted academic staff in improving the efficiency of the marking process
while still ensuring fairness and transparency (Chan & Ho, 2019; Curran et al., 2011; MenéndezVarela & Gregori-Giralt, 2018; Panadero et al., 2013). Rubrics therefore can be seen to provide
formative and summative feedback to students as well as provide instructors with valuable
information relating to the efficacy of the subject as a whole.
Rubrics also offer explicit scoring systems and definitions of each level of student proficiency. In
addition, Menéndez-Varela & Gregori-Giralt (2016, p238) argued that “the validity of assessment
rubrics was related to: (a) the appropriateness of the inferences made from the representations of
the students’ learning; (b) the usefulness of these inferences for attaining the learning goals
established; and (c) their soundness for demonstrating the existence of these achievements to the
various stakeholders”. Rubrics can be used for grading a range of assessments and tasks, for
example, reports, oral presentations and teamwork. Normally, rubrics comprise criteria for
assessing the students’ work (e.g. a breakdown of the skills, knowledge and task descriptions) and
standards or grades to represent the levels of achievement. There are several methods of
employing grades, for example ‘Poor’, ‘Fair’, ‘Good’ ‘Excellent’, and other methods of scoring
known as rating scales that assess students on a sliding scale (e.g. 1-to-5 or 1-to-10) and allow an
assessor greater differentiation between students’ performances (Chan & Ho, 2019; Tan, 2020).
There is ongoing interest in developing more rigorous and accurate assessment methods in higher
education, particularly in the use of online technologies and in providing more useful feedback to
students, rather than simply giving them a grade. This study contributes to the discussion on
assessments, in this case, in relation to assessing the skills and processes involved with teamwork.
There are distinct challenges in the development of an acceptable, and robust rubric for assessing
teamwork. These are: (1) ensuring the assessment rubrics are relevant and applicable without
sacrificing validity; (2) defining the criteria and levels of assessment; (3) ensuring that the
assessment is process-oriented and focused on student learning and team processes while not
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sacrificing the quality and outcomes of the students’ group projects. Above all, it is important to
ensure all aspects of the engineering design learning process are being assessed.
Rationale for this study
Students are normally aware of the learning objectives (outcomes) and the assessment tasks (e.g.
quizzes, tests, examinations and team projects) that determine their grades. In this study, we
sought to add a third component to the assessment, in which we aimed to inform the students
about their comportment in teamwork tasks as they did them. To achieve this, we developed and
trialled an appropriate assessment rubric and created efficient tools and metrics to measure both
teamwork and individual performance during collaborative team design projects. The performance
expectations are detailed in the rubric table (see Appendix A) and students were provided with this
rubric at the start of the semester, so that they were aware from the beginning of how their
performance would be evaluated. In designing the rubric, we sought new ways of assessing critical
thinking, problem-solving and student interactions within teams. We also hoped that the
assessment rubric would further improve students’ overall satisfaction and learning outcomes for
the course.
This paper reports on the second phase of a larger, two-phase study designed to implement a valid
assessment rubric in a first-year undergraduate computer-aided design (CAD) course. Results from
the first phase, which involved the development of validated content, assessment criteria and
grades, and evaluated the students’ teamwork, have been reported elsewhere (Pang et al., 2022). In
this first phase, we utilised students and staff feedback to design improvements in the rubric,
which included: (i) providing definitive and objective measures that avoid vague interpretation;
(ii) revision of the performance categories and scoring levels, specifically on team processes and
participation; and (iii) adding a comments section for detailed written student feedback on errors
and areas for improvement. The revised rubric that resulted from first phase is provided in
Appendix A. The purpose of the second phase was to evaluate the use and implementation of the
revised rubric in assessing teamwork as it was important to establish if and how the rubric helped
the students to learn during the semester. The following research questions drove the second
phase:
1. What are the students’ perceptions of the assessment rubric?
2. Would students’ knowledge of the rubric at the beginning of the course influence
their perceptions of their instructors and peers, and their attitudes to learning
activities? If so, how?
3. Do students who have a better understanding of the assessment rubric and its use
achieve better overall learning outcomes and improve their mastery of teamwork
skills?
A total of 186 students were enrolled in a CAD course from aerospace, mechanical, automotive,
mechatronics, manufacturing, and sustainable energy engineering degrees. Students took this CAD
course as their first core design course in which they were introduced to the principles and
methods of engineering design, including the critical role of graphic communication. The
associated learning activities were supported by computer-based tutorials during which students
used CAD software to generate computer models and technical drawings benchmarked to the
Australian Standard (Australian Standard, 1992).
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Methodology
This second phase of the study took place in Semester 1, 2019 at a large public university in
Melbourne, Australia. The research used a mixed-methods design. There were three central
elements to the study: (1) an engineering design team project, assessment and individual or group
reflective statements; (2) participant surveys; and (3) a cohort comparison. Quantitative data from
the surveys were analysed using descriptive statistics.
Qualitative data obtained from the students’ reflective statements and the surveys were analysed
using the NVivo12 software package via the following steps: (1) familiarisation with the data; (2)
revisiting the research questions (3) formulating broad phrases and ideas, then assigning codes;
and (4) developing themes to address each of the research questions (Anastacia & Kerrin, 2019;
Jennifer & Gregory, 2011; Vogt et al., 2014).
Engineering design team project and assessment
In order to create communication, teamwork and collaboration skills, a team design project was
developed as part of the assessment, in which students were required to develop an innovative
design for a smartphone holder using the engineering design process (Figure 1).
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The team project, which was worth 25% of the total grade, started in week 1 of the semester and
each team was required to submit a final report in week 12 as part of the assessment. Student
teams were asked to ‘pitch’ their design ideas and research to the course coordinator in week 5,
and they were then to show how to print their prototypes using 3D printers in week 8. The rubric
was used to assess students’ performance in the teams as well as the outcomes of the teams’
projects. Students were encouraged to form their own groups of three to five members from
diverse backgrounds. Students were required to have regular team meetings and record team
dynamics, roles and responsibilities, project planning, and individual contributions as part of the
assessment requirements.
The final outcomes of the design project were written team reports, the pitching presentations, and
the physical prototypes. The team report was worth the greatest percent out of these outcomes, so
this was the only outcome for which a rubric was provided. Students were provided with the
rubric and the template for the final team report, which contained suggested headings and a
breakdown on how the final reports would be graded. In the final report, students were asked to
provide either individual or group reflective statements about their comportment in the teamwork
tasks, and their contribution to the overall project. Reflective writing has become a common
practice in higher education. There is evidence suggesting that reflective writing assists students in
developing professional knowledge and problem-solving skills. Such reflections on their course
activities can also improve their immediate and long-term learning outcomes. Further, reflective
writing enables development of creative engineering solutions−this approach students bring to
workplace and apply to their professional engineering practice (Badenhorst et al., 2020; Cheng &
Chan, 2019; Minnes et al., 2017). The process of reflection employed in our study involved the
request for students to consider various group activities and scenarios (listed in Appendix B). As
the rubric was designed to assess the teamwork, we anticipated that the reflective writing activity
would assist students in understanding the importance of such assessment and improve their
learning performance in the course.
Data collections
A qualitative research methodology was adopted to investigate students’ perspectives on the
assessment rubric and to understand the implementation of the rubric in the course. For this study,
two surveys were used. The first was conducted in class using a questionnaire administered
between weeks 5 and 6, where the students were asked about the rubric. The second courseexperience survey (CES) was conducted online between weeks 9 and 12 during the semester and
was used for cohort comparison (Figure 2). CES focused on students’ perceived teaching quality
and their experience in the course. Ethics approval was obtained from the University College of
Science, Engineering and Health, Human Ethics Advisory Network (SEHAPP 47-18).

https://ro.uow.edu.au/jutlp/vol19/iss3/03
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First Survey: Questionnaire relating to perception of the rubric
The assessment rubric had clearly defined elements and scores that had been simplified to a
smaller sliding scale to provide flexibility for assessor to allocate appropriate points as well as
framing written feedback on each rubric cell. A section for overall comments on tasks submitted
was also included for teaching staff to provide written feedback.
The rubric was designed for assessing problem-solving and team-collaboration skills in which
students needed to demonstrate they were able to work with other team members professionally
and communicate effectively to gather and share information. Then, students used such
information to identify problems, develop plans and possible solutions to open-ended design
problems. The rubric served an essential function in providing the students and academic staff
with a clear picture from the start of what assessable standards of performance were. The rubric
was also essential in communicating learning expectations to students.
The first survey aimed to capture the opinion of the students on the rubric (see Appendix A) used
for their team project, thereby answering the first research question. The questionnaire and the
participant information and consent sheet were distributed at the end of a two-hour class. All
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students enrolled in the CAD course were invited to participate in the survey and the survey would
take five to ten minutes to complete. It was explained that their involvement was voluntary and
non-participation would not disadvantage them in their studies. The survey questions related to the
assessment rubric were:
(1) What is your overall opinion of the above rubric?
(2) How did you understand the key performance indicator at each level (e.g. HD, DI, etc.)?
(3) How useful do you think the rubric is in providing meaningful and timely feedback in
terms of areas needing work or strengthening for improving your performance?
At the end of the questionnaire, students had the opportunity to enter into a draw for an iPad, or
book and movie vouchers, by entering their student ID on a separate piece of paper, thereby
maintaining the confidentiality of participants’ identities. Students’ responses to the survey were
entered into a spreadsheet for analysis in NVivo 12 software.
Cohort comparison
To evaluate whether providing the rubric before classes began would have any effect on students’
perceptions of feedback and overall satisfaction with the course’s activities, a cohort comparison
method of two student groups was used: (1) Control Group: semester 1, 2018 where the students
were provided with a marking scheme (Appendix B), and (2) Comparison Group: Semester 1,
2019, where the students were provided with the marking scheme and the marking rubric. The
same CAD course was delivered by the lead author, with the same design project for both student
cohorts.
Both cohorts were provided with either a marking scheme or rubric that contained three main
assessment criteria: group control, activities, and outcomes, which were developed to assess both
process and product related to group work (Pinho-Lopes & Macedo, 2016). For the process
components (i.e. group control and activities), students were encouraged to hold each other
accountable for their own conduct through weekly journal entries, appropriate distribution of
tasks, and effective communication. The product component (i.e. outcomes) emphasised the final
report and the design measured against client requirements, including adherence to industry
standards, timeliness, and budget.
Descriptive statistics, t-test comparisons and correlation analyses were calculated using Excel at
the significance level of p < 0.05. The cohort comparison focused on two items:
1. Students’ perceptions of the helpfulness of staff-provided feedback and time devoted to
commenting on their work and their overall performance (answering research Question 2).
2. Students’ final report grades for their design projects (addressing Research Question 3).
In order to maintain fairness and consistency in grading, the lead author first showed the course
tutor how to grade students’ work based on the rubric. In 2018 and 2019, the tutor was asked to
select three reports from students’ submissions that were ranked at first glance as ‘good’, ‘average’
and ‘poor’. The tutor then graded those three reports in 2018 using the marking scheme (Appendix
B); and in 2019, the selected reports were graded using the rubric. Those grades were then
compared with the lead author’s final grades for each year. If the tutor produced a different grade
(grade difference of no more than ± 5% compared with the lead author’s grades), the tutor
continued to grade the reports, but he was encouraged to contact the lead author at any time for
advice or clarification.

https://ro.uow.edu.au/jutlp/vol19/iss3/03
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There were two items in the second CES. In Item 1, students were asked to select one option from
a five-point Likert scale, coded from 1 = ‘strongly disagree’ to 5 = ‘strongly agree’, for the seven
opinion-rating questions. In Item 2, two short, open-ended questions were included at the end of
the CES for students to give feedback on what worked well and what needed improvement in the
course. Item 1 was answered through a Likert scale questions and Item 2 was determined by the
lead author and course coordinator of the CAD subject, after the grades had been publicly
released.

Results
The first survey: 2019 cohort, using revised rubric
A total of 186 questionnaires were distributed for the survey in week 5 and 6 during the semester
and the response rate was 63.4%. This survey gauged students’ familiarity with, and appreciation
of the rubric that was to be used to assess their teams’ final report. The first question asked of the
students was: ‘What is your overall opinion of the above Rubric?’ The rubric provided in the
survey was the same rubric that had been posted on the course learning management system, to be
used to grade their final report, which included reporting on teamwork activities. In summary,
38.3% students reported the rubric as ‘good’ in showing the assessment elements, and 24.1%
students considered the rubric provided detailed information on teamwork and reflected the key
assessment criteria. Some examples of the students’ responses are:

Good indication of other team members’ contribution.
Good. Explains in detail what is required of team members and the whole group.
Helpful with identifying important aspects to be assessed.

The responses implied some appreciation and a clear understanding of the rubric in its assessment
of their team projects. Most students also indicated that the rubric provided a clear articulation of
the learning objectives of the project. Despite the overall positive comments, there were a few
students who suggested that the rubric could be improved by including a separate rubric for self
and peer-assessment. The students also suggested an additional section outlining individual group
members’ specific contributions.
Students were then asked in the second question: ‘How did you fine the key performance indicator
at each level (e.g. HD, DI, etc)?’ A total of 23.3% of the students replied that the rubric contained
a good balance of details, levels and key criteria. A further 25.6% of students indicated that the
rubric was excellent in promoting positive teamwork, as team members could work together to
achieve the same goal based on the rubric’s clear expectations and criteria. Some of their written
responses were:

Excellent performance demonstrated through achieving the highest possibility of
that category.
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Excellent responses, easy to understand yet very detailed and intelligent.
Able to communicate with people and solving the problem rather than avoiding the
problem. Good time management.

Almost all students (96.6%) indicated that they thought that the key performance indicators and
grade levels in the rubric had helped them achieve their learning goals. Most students also
indicated that the rubric gave them a good outline of how to communicate effectively with other
team members and how they, as individuals, needed to take on the responsibility to be an active
member of their team. However, one participant noted that the descriptions of the key performance
indicators were vague, and it would be useful to include some good examples to help them to
prepare for their teamwork.
Students were also asked: ‘How useful do you think the rubric is in providing meaningful and
timely feedback in terms of areas needing work and strengths for improving performance?’ A total
of 14.8% rated the rubric from ‘good’ to ‘excellent’, and 37.5% considered the rubric ‘useful’ in
providing meaningful feedback for their teamwork. Responses included:

Rubric allows one to get constructive feedback on the ability to work as a team.
Very useful, provides feedback and also direction during project.
Easy to identify areas of weakness to improve performance.

Such responses suggest that students believed the rubric provided constructive feedback that
would help them identify areas that need improvement. Another suggestion was for student groups
to have a conversation with academic staff to find out their progress in relation to the group project
throughout the semester.
The cohort comparison: CES data
For the cohort comparison, the second CES data (which as conducted between week 9 and 12),
final report and student reflections were used to address the abovementioned research questions 2
and 3.
Figure 3 shows that the students who had the rubric perceived that they received more helpful
feedback compared to those students who only received the marking scheme. Similarly, those
students who had the rubric reported to be more satisfied with the course. This cohort also
perceived that the academics spent more time commenting on the students work and providing
feedback.

https://ro.uow.edu.au/jutlp/vol19/iss3/03
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To investigate students’ responses in relation to feedback further, we compared the written text
answers to the open-ended questions between the two cohorts. Interestingly, only the first cohort
(2018) had raised concerns with the provision and quality of feedback from teaching staff to help
them improve their performance:

Better explanations with concepts and better feedback.
More productive feedback with strategies to improve. Catch up classes or support
classes for information that is difficult to grasp or missed.

The results in 2019 indicated that the students understood better and appreciated more the purpose
of feedback. They were more aware of the assessment criteria and used the feedback in helping
them to improve their learning.
To investigate whether students’ knowing the assessment rubric, its key elements and the scoring
system beforehand would help them improve their overall report grades, we compared the two
cohorts of students for statistically significant differences in the grades for the teams’ final reports,
(t-test, t = 1.97, df = 261, p < 0.001) (Figure 4). The result indicated that 2019 students who were
aware, from the rubric, of the assessment criteria and elements being assessed, achieved higher
grades overall. The standard deviation showed a smaller variation in the 2019 cohort compared
with the 2018 cohort, which indicates that the rubric was a more consistent instrument for grading
student reports.
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Student reflections
The clear descriptions of key performance criteria in the rubric, was appreciated by the students as
it helped them identify and develop key attributes such as team skills and creative problem-solving
that will be important in many workplaces. From the analysis of the students’ reflections in their
final reports, it can be seen that students felt that they had achieved the course learning outcomes
as well as enjoyed the team experience in which they communicated effectively, shared
responsibilities, and managed to appreciate the strengths of each individual team member:

Working in this team was a thoroughly enjoyable experience, as we were able to
effectively communicate and delegate roles to each other. I was heavily involved
throughout the initial stages of market research and problem defining. I also
contributed to multiple initial rough sketches, as well as developing [the] final
design into a 3D CAD model for the initial prototype. I was also involved with the
writing of multiple sections of the report, including the conclusion, the abstract, the
introduction and the method. I learnt a lot about leveraging each other’s strengths
and ensuring all members felt willing to input. I hope to apply what I learnt in this
subject (and more specifically this project) into the real work when designing new
and exciting products – especially in the field of sustainability.

https://ro.uow.edu.au/jutlp/vol19/iss3/03
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Other students commented that they enjoyed the team experience and indicated that they had
developed an appreciation of the importance of teamwork in engineering design:

This group project was a fun experience, we were responsible to develop a brandnew design from scratch and progress it to its physical stage. I had opportunities to
collaborate with good peers, implemented what I learnt from the course into this
project and making a step closer to see what engineers do in the industry. Investing
more time into making a professional report is what I should have done for this
project. Making better use of each members’ individual strong point to create a
more fluidity group management would be ideal for future group project.

The general trend in the reflection statements was positive and pointed to the students’ real
enjoyment of teamwork. They clearly found teamwork to be very practical as it allowed them to
collaborate with peers and apply their knowledge and skills to creating new solutions for realworld problems. As a result, most students were motived (89%) to perform their best in the course.
Despite the rubric providing the outline of a team process that assessed the professionalism and
work ethic of team members, some students were concerned that it did not motivate all students or
discourage the ‘free-rider’ in a strong group:

I always ask my groupmates to hold group meetings and find the suitable time for
us. It is my job to kept track on the time of each group meeting. However, some
group mate doesn’t participate very well even stop presenting at group meeting. In
the final report I did my job. But I still think I should spend more time to discuss
with my groupmates about the final report. I saw our effort put in this project. Some
of us really dedicate a lot and spend a lot of time in the final report.

Some students were able to show leadership skills in organising weekly team meetings and
motivating team members to contribute toward shared goals. They also showed proficient project
and time-management skills to deliver high-quality outcomes:

For this project I was the Project lead. This involved organising meetings, taking
minutes, and providing motivation for my team members. Additionally, I worked on
many sections of the project. For the research and conceptualisation stage I assisted
with the idea generation, as well as contributing three conceptual sketches. My
sketches for the male and female connectors made it to the final design. For the
project review, I produced the Gantt chart, and put together the PowerPoint using
work that my team had provided. For the design and rapid prototyping stage, I
produced CATIA sketches of the male and female connectors, as well as iterations
1 and 2 of the phone case, based on group analysis of iteration 1. For the report, I
produced the discussion, as well as completing the final edit. All in all, I am very
satisfied with how our team performed in a largely dynamic environment. I
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acknowledge that the final report is to the best standard that we can produce and is
submitted on time.

Another student indicated that they thought they had developed technical skills to a standard
which was similar to that required in the professional workplace.

From this project, I learned how to transfer knowledge from class to actual projects.
Such as using CATIA out of the class and learned how to use 3D printer to print
what we designed. More importantly, this project gave me experiences with team
working in a way of professional engineer, this gave me a taste of future works as a
proper engineer.

Despite this generally positive outcome, a few students pointed to challenges they faced in the
team projects. They sometimes had difficulty distributing tasks equally between team members,
and some team members lost motivation as the project progressed and keen team members had to
pick up the workload:

Reflecting on the project, initial stages seemed to be good with the workload being
spread out evenly amongst group members. However, as the project went on, it was
evident that some members more than others were doing majority of the work in
order to get the best results possible for the project and report.

Another student in the same group admitted his lack of contribution to the team:

Reflecting on the project, I try attending as many group meetings as possible
however, I did not put as much effort in helping other group members to share the
workload as I wanted to.

The students’ reflections revealed that the ideas in the rubric helped them understand their learning
processes better, and they were generally more able to make better sense of their experiences. We
found that a rubric for assessing teamwork was beneficial for healthy team dynamics and
encouraging contributions from each team member.

Discussion
This study examined the value and validity of introducing an assessment rubric in terms of: (1)
students’ perceptions of the rubric and its intent; (2) their understanding of the rubric and the
relevant perceptions and attitudes towards instructors, peers and the learning activities of the
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course; and (3) student feedback received on their level of satisfaction and learning achievements
in order to demonstrate mastery of key transferable skills.
Research Question 1: Perceptions of the rubric
Students’ qualitative responses to the first survey in 2019 suggested broad acceptance of the rubric
and a belief that the rubric helped them focus their efforts to achieve the best scores. The emerging
themes from the survey about the rubric identified the following commonly perceived attributes:
1. the rubric was good as it contained the key elements and criteria to be assessed;
2. the grades and level of indicators were well balanced; and
3. it was useful in providing constructive feedback to students to identify strengths and
weaknesses and target areas that needed improvement.
The results are consistent with research on rubrics used to measure student performance (Chan &
Ho, 2019; Fernandes et al., 2012) indicating that well-structured rubrics are valid means of
providing students with performance expectations for transferable skill development. In addition,
rubrics can also be used to provide timely feedback so that students can improve their team skills
as a project progresses.
However, to improve the assessment of team processes and to ensure that every student actively
participated in the group activities, and to avoid a strong group having to ‘carry’ a free-rider, some
students suggested the incorporation of peer assessment in the rubric to address this limitation on
peer feedback.
Research Question 2: Knowledge of the rubric in relation to learning
Learning is considered as the acquisition of knowledge, skills and experience. We evaluated how
the students’ attitudes to the assessment rubric influenced their skills development and their
learning experiences. The students’ reflection statements and cohort comparison results have
demonstrated that the rubric helped them understand their leaning processes better, and they were
able to develop the ability to work as effective team members and collaborate with others on
agreed tasks to achieve common goals. They also recognised the time and effort the academic staff
devoted to commenting on students’ work to help them improve. Similar findings were evident in
a previous study (Ditcher, 2001) in that student who had developed a deep appreciation of the
learning material and activities were more likely to build positive relationships with the
instructors, peers and the material itself.
In addition, the rubric had a positive impact on student learning activities, especially in helping
students set appropriate learning goals, plan their learning and improve their learning performance.
The mean of the final report grades is in agreement with this, showing a better result for the 2019
cohort.
Previous studies (Britton et al., 2015; Charyton, 2013; Diefes-Dux et al., 2012; Planas-Lladó et al.,
2020; Zhang et al., 2018) highlighted the challenges associated with assessing and tracking team
performance. The rubric discussed in this paper focused on clear task descriptions that reflected
how the students made connections with the assessment tasks and the rubric stressed the quality of
the transferable skills rather than the appearance of the end design solution and prototype.
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Research Question 3: Knowledge of the rubric and it use in relation to mastery
of skills
Skills are challenging to evaluate (Bailey & Szabo, 2006; Britton et al., 2015), and we addressed
the challenges by developing metrics for assessing students’ abilities to work in a team,
communicate, solve problems and innovate. In this study, we also included a marking rubric to
grade and direct the students in their teamwork activities. The rubric was a tool to inform the
students about their comportment in the teamwork tasks, and to explain explicitly how their
performance in teamwork comportment would be assessed.
We also surveyed the students to seek their opinions on whether rubric was important to help them
develop transferable skills through the design project. As noted from the open-ended responses in
the questionnaire and their reflective statements, students’ responses were generally positive. With
a clear rubric, they were able to identify key performance indicators and achieve a good balance
between the acquisition of knowledge and the development of both teamwork and problemsolving skills which allowed them to produce useful and innovative solutions to their problems,
and ultimately an overall better grade. Through the PBL approach, which started from problem
formulation the complex strategies needed to help students learn the course content and
transferable skills were supported.
Implications for practice
This study reports the findings from the assessment process implemented in the first-year
undergraduate engineering design course using the rubric developed to clarify what is expected
from students as they learn, individually and along each other within a team, to achieve the
specified outcomes. Rubrics provide students with guidance to appropriate effective behaviour in
activities within a team environment. As noted earlier, there has been to date a limited use of
rubrics in assessing students’ teamwork in higher education settings. The focus has been more on
individual student assessment, and there is a lack of consensus on how to assess teamwork. This
study contributes to the potential use of rubrics in structuring the assessment of group learning
processes, thereby making explicit the interactions that take place within student groups and
placing those interactions inside a rubric as benchmarks. This, in turn, enhanced the assessment
process and provided extra support to teaching staff in grading students work, as well as providing
a better (more detailed and specific) feedback to students.
The study revealed several meaningful findings with implications for practice when the
researchers conducted further analyses. First, in the CAD course, we introduced the undergraduate
engineering students to PBL and to the notion of how it cultivates the transferable skills through
teamwork. Assessing transferable skills and students’ performance requires a robust tool, and a
rubric that provides detailed descriptions of specific criteria for assessment and achievement levels
is a common example of a marking tool (Menéndez-Varela & Gregori-Giralt, 2016). In the first
survey on the rubric, students demonstrated that they understood what was required of each team
member and the whole group, and they provided positive answers to the questions. From a
practical perspective, each performance task and its associated rubric entry should be linked to the
specific learning outcome it is designed to assess. Once students have a clear understanding of the
criteria for assessment and know what the expectations of the assessors were and what it is that
they need to accomplish, this not only provide them with guidance to achieve better outcomes, but
also motivated them continually to perform at their best.
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Secondly, the use of the assessment rubric provided evidence of the improved consistency in
grading. These findings confirm the previous studies (Chan & Ho, 2019; Menéndez-Varela &
Gregori-Giralt, 2018; Prins et al., 2017; Zhang et al., 2018) reported that rubrics reduce inaccurate
scoring and biases of assessors’ interpretations when grading students’ work because the assessors
can more readily select an accurate criterion and the levels of performance described in the rubric.
Even though this study revealed a smaller variation in grading the final report, these findings were
limited to the development and trial of the rubric, and only the course tutor was trained to use the
rubric, as mentioned above. Improving consistency in inter-rater reliability to assist future
assessors in applying the rubric to similar courses would require a larger cohort of students and
team of assessors.
Thirdly, to realise the full potential of the current rubric for assessing teamwork, we
complemented the rubric with students’ reflective statements, which is not a widespread practice
for engineering students. The reflective statement activity was devised for students to: (i) reflect
on how they learnt from their own experience while collaborating with others, and (ii) model
professional practice that parallels industry expectations, such as communication, ability to work
in team, self- and professional responsibility, and lifelong learning (Minnes et al., 2017; Engineers
Australia, 2019). Students provided their subjective opinions on the teamwork process, which
contained their personal feelings, revealing an openness and willingness to communicate their
thoughts. We acknowledged that the instruction provided in the marking scheme clearly asked
students to reflect on the teamwork process, rather than on the specific criteria listed in the rubric.
Indeed, most of the reflective statements did focus on teamwork process. This has implications on
the importance for teaching staff to ensure they engage students with questions or tasks in realworld context.
Limitations and future research
The findings reported here are drawn from a relatively small sample size, that is, a single
undergraduate course, and the final grades for that course were assessed by a single academic staff
member. As each student team submitted its final written report at the end of semester, we were
not able to determine how each team utilised the feedback for future learning. This is because we
did not conduct a follow up study to evaluate how students reflected on the feedback. This
warrants further investigation.
The mixed responses from students in comments on group member contributions highlighted the
importance of adding self- and peer-assessment. Future research could consider complementing
the current assessment rubric with peer-assessment. Fernandes et al., (2012) argued that peerassessment can overcome some issues related to teamwork and enhance motivation and deepen
student learning. However, further thinking on how to improve the assessment rubric to address
group dynamics is also needed. In addition, the assessment of team performance needs to be tied
to individual student self-assessment. If self-assessment is performed, then the rubric could be
used for formative assessment throughout the semester and/or as a framework for the students to
reflect on their teamwork skills, thereby providing an opportunity for deeper learning.
The assessment rubric was also intended for use in other engineering design courses and projects,
as well as in a broad undergraduate population from diverse faculties and departments, however it
has not yet been implemented in a such a broader cohort.
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Conclusions
In this, the second phase of the two-phase study, the rubric revised as a result of the first phase of
the study, was found by most students to provide better and more detailed information on
teamwork and reflected the assessment criteria. Twenty-three percent of the students found that
the description of each grade level was useful and another 25% reported that the rubric enhanced
their teamwork experience. Seventy percent of students noted that the rubric helped them to help
each other and enhanced their team experience. Almost all students (96%) found the rubric helped
them achieve their learning goals and more than 52% of students found it to be useful in providing
constructive feedback. The students also had a positive relationship with the subject matter and the
staff, and they found it easier to appreciate the time staff dedicated to providing feedback when the
rubric was used.
Comparing the 2018 and 2019 survey results, the students who were graded using the rubric in
2019 reported that they were receiving more feedback than those students who were graded
without the rubric in 2018 and that the later cohort with the rubric available to them also
demonstrated a higher satisfaction with the subject overall. The initial data suggested that students
do benefit from a rubric that aimed to guide them in preparing a higher quality of the final report.
We acknowledged that when comparing final reports of two different cohorts of students (student
group using the rubric vs. student group without the rubric), there are various factors that can
contribute to a student group’s performance. Therefore, it remains to be seen as to whether the
patterns observed in the collected data are replicated in future cohorts of students doing the course
to ascertain if the improvements seen in this study are sustained over time.
We observed a better consistency in grading, with a smaller variation in the standard deviation of
the overall final grades when the rubric was used. However, these findings are limited to selected
“sample” reports in which the course tutor’s and the lead author’s grades were compared. To
demonstrate a stronger interrater agreement in grading using the rubric, future studies using a
larger cohort of students and other courses are strongly recommended.
This study has demonstrated the use of an assessment rubric, complemented by students’ own or
group reflection on the team process, can improve students’ learning experience and assist in
building essential transferable skills. Regarding the extent to which the rubric and students’
reflections might influence their learning process and its quality long term, requires a further
study. We believe the findings from our study contribute to ongoing discussions focused on
assessment methods applied in higher education environment.

Acknowledgements
The authors would like to thank Andoh Afful for assisting the study, which included conducting
the surveys. The funding for this study was provided by the Scheme for Teaching and Learning
Research, College of Science Engineering and Health, RMIT University, Melbourne, Australia.

https://ro.uow.edu.au/jutlp/vol19/iss3/03

18

Pang et al.: Assessment rubric in better undergraduate skills training

References
Anastacia, M., & Kerrin, M. (2019). A Detailed Guide on Converting Qualitative Data into
Quantitative Entrepreneurial Skills Survey Instrument. Electronic journal of business
research methods, 17(3), 102-117. https://doi.org/10.34190/JBRM.17.3.001
Andersen, A. (2001). Implementation of engineering product design using international student
teamwork-to comply with future needs. European Journal of Engineering Education,
26(2), 179-186. https://doi.org/10.1080/03043790110034438
Australian Standard. 1992. "Technical Drawing, AS1100.101 Part 101: General Principles." In. 1
The Cresent, Homebush, NSW 2140: Standards Australia.
Badenhorst, C. M., Moloney, C., & Rosales, J. (2020). New Literacies for Engineering Students:
Critical Reflective-Writing Practice. The Canadian journal for the scholarship of teaching
and learning, 11(1), 1-20. https://doi.org/10.5206/cjsotl-rcacea.2020.1.10805
Bailey, R., & Szabo, Z. (2006). Assessing Engineering Design Process Knowledge. International
Journal of Engineering Education, 22.
Britton, E., Simper, N., Leger, A., & Stephenson, J. (2015). Assessing teamwork in undergraduate
education: a measurement tool to evaluate individual teamwork skills. Assessment and
evaluation in higher education, 42(3), 378-397.
https://doi.org/10.1080/02602938.2015.1116497
Chadha, D. (2015). A curriculum model for transferable skills development. Engineering
education (Loughborough), 1(1), 19-24. https://doi.org/10.11120/ened.2006.01010019
Chan, Z., & Ho, S. (2019). Good and bad practices in rubrics: the perspectives of students and
educators. Assessment & Evaluation in Higher Education, 44(4), 533-545.
https://doi.org/10.1080/02602938.2018.1522528
Charyton, C. (2013). Creative Engineering Design Assessment: Background, Directions, Manual,
Scoring Guide and Uses (2014 ed.). Springer. https://doi.org/10.1007/978-1-4471-5379-5
Charyton, C., Jagacinski, R. J., Merrill, J. A., Clifton, W., & DeDios, S. (2011). Assessing
Creativity Specific to Engineering with the Revised Creative Engineering Design
Assessment. Journal of Engineering Education, 100(4), 778-799.
Cheng, M. W. T., & Chan, C. K. Y. (2019). An experimental test: Using rubrics for reflective
writing to develop reflection. Studies in educational evaluation, 61, 176-182.
https://doi.org/10.1016/j.stueduc.2019.04.001
Chu, S. K. W., Reynolds, R. B., Tavares, N. J., Notari, M., & Lee, C. W. Y. (2017). 21st Century
Skills Development Through Inquiry-Based Learning From Theory to Practice (1st ed.
2017. ed.). Springer Singapore. https://doi.org/10.1007/978-981-10-2481-8
Curran, V., Hollett, A., Casimiro, L. M., McCarthy, P., Banfield, V., Hall, P., Lackie, K.,
Oandasan, I., Simmons, B., & Wagner, S. (2011). Development and validation of the
interprofessional collaborator assessment rubric ((ICAR)). J Interprof Care, 25(5), 339344. https://doi.org/10.3109/13561820.2011.589542
Delgado, M. A., & Fonseca-Mora, M. C. (2010). The use of co-operative work and rubrics to
develop competences. Education for Chemical Engineers, 5(3), e33-e39.
https://doi.org/https://doi.org/10.1016/j.ece.2010.05.002
Diefes-Dux, H. A., Zawojewski, J. S., Hjalmarson, M. A., & Cardella, M. E. (2012). A Framework
for Analyzing Feedback in a Formative Assessment System for Mathematical Modeling
Problems. Journal of Engineering Education, 101(2), 375-406.
Ditcher, A. K. (2001). Effective teaching and learning in higher education, with particular
reference to the undergraduate education of professional engineers.

19

Journal of University Teaching & Learning Practice, Vol. 19 [2022], Iss. 3, Art. 03

Dym, C. L., Little, P., & Orwin, E. J. (2013). Engineering design : a project-based introduction
(4th edition. ed.). Wiley.
Engineers Australia, Stage 1 Competency Assessment Booklet: Guide to Eligible for Membership,
Engineers Australia 2019, DOI:
https://www.engineersaustralia.org.au/sites/default/files/Stage%201%20Guide_November
%202019.pdf
Fernandes, S., Flores, M. A., & Lima, R. M. (2012). Students’ views of assessment in project-led
engineering education: findings from a case study in Portugal. Assessment and evaluation
in higher education, 37(2), 163-178. https://doi.org/10.1080/02602938.2010.515015
Frank, M., & Barzilai, A. (2004). Integrating alternative assessment in a project-based learning
course for pre-service science and technology teachers. Assessment & Evaluation in Higher
Education, 29(1), 41-61. https://doi.org/10.1080/0260293042000160401
Guaman-Quintanilla, S., Chiluiza, K., Everaert, P., & Valcke, M. (2020). Mapping Impact of
Design Thinking in Teamwork, Problem-Solving and Creativity. Proceedings of the Design
Society: DESIGN Conference, 1, 1715-1724. https://doi.org/10.1017/dsd.2020.125
Han, J., Park, D., Hua, M., & Childs, P. R. N. (2021). Is group work beneficial for producing
creative designs in STEM design education? International Journal of Technology and
Design Education. https://doi.org/10.1007/s10798-021-09709-y
Hastie, C., Fahy, K., & Parratt, J. (2014). The development of a rubric for peer assessment of
individual teamwork skills in undergraduate midwifery students. Women and Birth, 27(3),
220-226. https://doi.org/https://doi.org/10.1016/j.wombi.2014.06.003
Heylen, C., Smet, M., Buelens, H., & Vander Sloten, J. (2007). Problem solving and engineering
design, introducing bachelor students to engineering practice at K. U. Leuven. European
Journal of Engineering Education, 32(4), 375-386.
https://doi.org/10.1080/03043790701337114
Jennifer, M. C., & Gregory, L. (2011). Emerging Methodologies in Engineering Education
Research. Journal of engineering education (Washington, D.C.), 100(1), 186.
Jensen, A. A., Stentoft, D., & Ravn, O. (2019). Interdisciplinarity and Problem-Based Learning in
Higher Education Research and Perspectives from Aalborg University (1st 2019. ed.).
Springer International Publishing. https://doi.org/10.1007/978-3-030-18842-9
Joo, Y. J., Lim, K. Y., & Lee, S. Y. (2019). Project-based learning in capstone design courses for
engineering students: Factors affecting outcomes. Issues in Educational Research, 29(1),
123-140.
King, Robin. 2008. "Engineers for the future: addressing the supply and quality of Australian
engineering graduates for the 21st century." Sydney: Australian Council of Engineering
Deans.
Laybourn, P., Goldfinch, J., Graham, J., MacLeod, L., & Stewart, S. (2001). Measuring Changes
in Groupworking Skills in Undergraduate Students After Employer Involvement in Group
Skill Development. Assessment & Evaluation in Higher Education, 26(4), 367-380.
https://doi.org/10.1080/02602930120063510
Looney, J. (2011). Integrating Formative and Summative Assessment.
https://doi.org/doi:https://doi.org/10.1787/5kghx3kbl734-en
Menéndez-Varela, J.-L., & Gregori-Giralt, E. (2016). The contribution of rubrics to the validity of
performance assessment: a study of the conservation-restoration and design undergraduate
degrees. Assessment & Evaluation in Higher Education, 41(2), 228-244.
https://doi.org/10.1080/02602938.2014.998169
Menéndez-Varela, J.-L., & Gregori-Giralt, E. (2018). The reliability and sources of error of using
rubrics-based assessment for student projects. Assessment & Evaluation in Higher
Education, 43(3), 488-499. https://doi.org/10.1080/02602938.2017.1360838

https://ro.uow.edu.au/jutlp/vol19/iss3/03

20

Pang et al.: Assessment rubric in better undergraduate skills training

Minnes, M., Mayberry, J., Soto, M., & Hargis, J. (2017). Practice Makes Deeper? Regular
Reflective Writing during Engineering Internships. Journal of transformative learning,
4(2), 7.
National Research Council. (2001). Knowing What Students Know: The Science and Design of
Educational Assessment. National Academies Press.
https://doi.org/https://doi.org/10.17226/10019
OECD. (2013). Student assessment: Putting the learner at the centre. In Synergies for Better
Learning: An International Perspective on Evaluation and Assessment. OECD Publishing.
https://doi.org/doi:https://doi.org/10.1787/9789264190658-7-en
Panadero, E., Romero, M., & Strijbos, J.-W. (2013). The impact of a rubric and friendship on peer
assessment: Effects on construct validity, performance, and perceptions of fairness and
comfort. Studies in Educational Evaluation, 39(4), 195-203.
https://doi.org/https://doi.org/10.1016/j.stueduc.2013.10.005
Pang, T.Y, Kootsookoos, A. , Fox, K. , and Pirogova, E. (2022). "What is a good assessment
rubric for teamwork in undergraduate Engineering courses?". submitted for publication.
Pinho-Lopes, M., & Macedo, J. (2016). Project-based learning in Geotechnics: cooperative versus
collaborative teamwork. European journal of engineering education, 41(1), 70-90.
https://doi.org/10.1080/03043797.2015.1056099
Planas-Lladó, A., Feliu, L., Arbat, G., Pujol, J., Suñol, J. J., Castro, F., & Martí, C. (2020). An
analysis of teamwork based on self and peer evaluation in higher education. Assessment
and evaluation in higher education, 1-17. https://doi.org/10.1080/02602938.2020.1763254
Prins, F. J., de Kleijn, R., & Tartwijk, J. v. (2017). Students' use of a rubric for research theses.
Assessment & Evaluation in Higher Education, 42(1), 128-150.
https://doi.org/10.1080/02602938.2015.1085954
Puente, S. M. G., & Jansen, J. W. (2017). Exploring students’ engineering designs through openended assignments. European Journal of Engineering Education, 42(1), 109-125.
https://doi.org/10.1080/03043797.2016.1220510
Ralston, P. A., & Bays, C. L. (2015). Critical Thinking Development In Undergraduate
Engineering Students From Freshman Through Senior Year: A 3-Cohort Longitudinal
Study. American Journal of Engineering Education, 6(2), 85-98.
https://doi.org/http://dx.doi.org/10.19030/ajee.v6i2.9504
Ribeiro, L. (2011). The Pros and Cons of Problem-Based Learning from the Teacher's Standpoint.
Journal of university teaching and learning practice, 8, 4.
Rizzo, D. M., Dewoolkar, M. M., & Hayden, N. J. (2013). Transferable Skills Development in
Engineering Students: Analysis of Service-Learning Impact. In D. P. Michelfelder, N.
McCarthy, & D. E. Goldberg (Eds.), Philosophy and Engineering: Reflections on Practice,
Principles and Process (pp. 65-78). Springer Netherlands. https://doi.org/10.1007/978-94007-7762-0_6
Rooney, S. I., & Scott, R. A. (2021). Promoting Effective Student Teamwork Through Deliberate
Instruction, Documentation, Accountability, and Assessment. Biomedical Engineering
Education, 1(1), 221-227. https://doi.org/10.1007/s43683-020-00038-5
Stentoft, D. (2019). Three Challenges for New Students Facing Problem-Based and
Interdisciplinary Learning. In A. A. Jensen, D. Stentoft, & O. Ravn (Eds.),
Interdisciplinarity and Problem-Based Learning in Higher Education: Research and
Perspectives from Aalborg University (pp. 49-60). Springer International Publishing.
https://doi.org/10.1007/978-3-030-18842-9_5
Tan, K. H. K. (2020). Assessment Rubrics Decoded: An Educator's Guide. Milton: Taylor &
Francis Group.
Vogt, W. P., Elaine, R. V., Dianne, C. G., & Lynne, M. H. (2014). Selecting the Right Analyses for
Your Data : Quantitative, Qualitative, and Mixed Methods [Book]. The Guilford Press.

21

Journal of University Teaching & Learning Practice, Vol. 19 [2022], Iss. 3, Art. 03

http://search.ebscohost.com/login.aspx?direct=true&db=nlebk&AN=771500&site=ehostlive&authtype=sso&custid=s5445732
Zhang, Y., Chen, B.-L., Ge, J., Hung, C.-Y., & Mei, L. (2018). When is the best time to use
rubrics in flipped learning? A study on students’ learning achievement, metacognitive
awareness, and cognitive load. Interactive learning environments, 27(8), 1207-1221.
https://doi.org/10.1080/10494820.2018.1553187
Zhou, C., & Krogh, L. (2019). Developing Successful Group Processes in Interdisciplinary
Projects. In A. A. Jensen, D. Stentoft, & O. Ravn (Eds.), Interdisciplinarity and ProblemBased Learning in Higher Education: Research and Perspectives from Aalborg University
(pp. 103-116). Springer International Publishing. https://doi.org/10.1007/978-3-030-188429_9

https://ro.uow.edu.au/jutlp/vol19/iss3/03

22

Pang et al.: Assessment rubric in better undergraduate skills training

Appendix A: Assessment rubric
Criteria

Level of Achievement

Pts

Professionalism
Attitude and Responsiveness
to task. Hardworking person
who always stays true to task
and helps in times of need.

10.0 to >8.0 pts
Exemplary
Stays on task all of the time
without reminders. A true team
member who works hard and
helps others in the group.

Work Ethics
Take ownership for their
personal actions when they
are involved in an assessment
Remembers and understands
expectations and then assists
others to do the same

10.0 to >8.0 pts
8.0 to >6.0 pts
Exemplary
Proficient
Is on time for meetings, turns in Usually on time for meetings,
all work when it is due.
turns in most work when it is
Completes assigned tasks and due. Completes most assigned
does not depend on others to do tasks.
the work.

6.0 to >3.0 pts
3.0 to >0 pts
Marginal
Unacceptable
Sometimes late for meetings, Late for all or most meetings,
often turns in work late. Does and late turning in work. Does
not follow through on most not complete tasks. Depends on
tasks and sometimes counts others to do all of the work.
on others to do the work

Communication
Engage effectively in verbal,
non-verbal, written, listening
and/or symbolic
communication

10.0 to >8.0 pts
Exemplary
Respectfully listens, discusses,
asks questions and helps direct
the group in solving problems.

8.0 to >6.0 pts
Proficient
Respectfully listens, discusses
and asks questions.

6.0 to >3.0 pts
Marginal
Has trouble listening with
respect, and takes over
discussions without letting
other people have a turn.

3.0 to >0 pts
10.0 pts
Unacceptable
Does not listen with respect,
argues with teammates, and does
not consider other ideas. Hinders
group from reaching agreement.

Research and Information
sharing
Exceptional research task on
behalf of the group.

20.0 to >15.0 pts
Exemplary
Gathers information and shares
useful ideas for discussions. All
information fits the group’s
goals

15.0 to >10.0 pts
Proficient
Usually provides useful
information and ideas for
discussion

10.0 to >5.0 pts
Marginal
Sometimes provides useful
information and ideas for
discussion.

5.0 to >0 pts
Unacceptable
Almost never provides useful
information or ideas for
discussion.

8.0 to >6.0 pts
Proficient
Stays on task most of the time.
Group members can count on
this person. A strong group
member who tries hard.

6.0 to >3.0 pts
Marginal
Stays on task some of the
time. Group members must
sometimes remind this
person to do the work
Moderate group member
who needs to try harder

3.0 to >0 pts
Unacceptable
Hardly ever stays on task. Lets
others do their work. Sometimes
chooses not to help out and does
not complete tasks

10.0 pts

10.0 pts

20.0 pts
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Criteria

Level of Achievement

Pts

Problem-Solving
Evaluating and implementing
strategies to achieve a desired
goal. Measures the quality of
a process, rather than the
quality of an end product.

20.0 to >15.0 pts
Exemplary
Actively seeks and suggests
solutions to problems.

Group/Teamwork
The ability to participate
actively and cooperatively in
a group to advance a common
goal

30.0 to >22.0 pts
22.0 to >16.0 pts
16.0 to >10.0 pts
10.0 to >6.0 pts 6.0 to >3.0 pts
Exemplary
Proficient
Marginal
Basic
Novice
Always has a
Works to complete Usually helps to
Occasionally helps Contributed little to
positive attitude
all group goals.
complete group
to complete group the group effort
about the task(s) and Performed nearly all goals. Usually has a goals. Sometimes during the project.
the work of others
duties of assigned positive attitude
makes fun of the Relied on others to do
All team members team role and
about the task(s) and task(s) or the work the work., Performed
contributed equally contributed
the work of others. of other group
a few duties of
to the finished
knowledge,
Assisted
members. Finished assigned team role
project. Performed opinions, and skills group/partner in the individual task but and contributed a
all duties of assigned to share with the
finished project.
did not assist
small amount of
team role and
team. Completed
group/partner
knowledge, opinions,
contributed
most of the assigned
during the project. and skills to share
knowledge, opinions, work.
with the team.
and skills to share
Completed some of
with the team.
the assigned work.
Always did the
assigned work.

15.0 to >10.0 pts
Proficient
Improves on solutions
suggested by other group
members

10.0 to >5.0 pts
Marginal
Does not offer solutions but
is willing to try solutions
suggested by other group
members.

5.0 to >0 pts
Unacceptable
Does not try to solve problems
or help others solve problems.

20.0 pts

3.0 to >0 pts
Unacceptable
Does not work well
with others and
shows no interest in
completing group
goals. Often makes
fun of others’ work
30.0 pts
and has a negative
attitude. Did not
perform any duties
of assigned team
role and did not
contribute
knowledge, opinions
or skills to share
with the team

Total Points: 100.0
Comments:

https://ro.uow.edu.au/jutlp/vol19/iss3/03

24

Pang et al.: Assessment rubric in better undergraduate skills training

Appendix B
Marking Scheme for Group Project
Each student is allocated a group mark and an individual mark for the project. The
overall mark for a student is normally an unweighted average between the group mark
and the individual mark.
This arrangement ensures that every student must actively participate in the group
activities, and therefore it is not possible for a strong group to ‘carry’ a passenger and
allow them to get the same mark.
Each component (i.e. individual and group) is subdivided into three categories:
process, achievement and report. Each component has different weightings for each
category, reflecting their differing importance.
Group Processes
Achievement
Report
Total

Group (90%)*
30%
40%
30%
100%

Individual (10%)*

10%

* These two components are weighted 90% and 10% and the final mark for the
coursework is normally obtained by averaging these two marks.
The following information gives an idea of what will be assessed in each
category–however, the guidelines are deliberately not meant to be prescriptive as
projects will be so diverse in nature.
Group processes: 30%
The group is expected to attend regular meetings both with and without the supervisor.
The group meetings should be minuted. Students should conduct themselves in a
professional manner by being fully prepared; and take initiative in planning and
conducting the meetings and meeting deadlines set. The marks should reflect:
• Regular meetings are formally minuted and fully attended. For the first four weeks,
group members should (15%):
-

Make the right framework on the design opportunity
Have brainstorming sessions to develop a pool of innovative ideas (10-20
sketches).
- Analyse and make critical design decisions to move forward in the design
process
• Project is planned using techniques such as Gantt charts.
• There is a sensible allocation of tasks across the group.
• Project is monitored against plans and the group has the ability to modify its plans
in the light of unexpected problems.
• Appropriate standards are established and adhered to.
• Deadlines are met.
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Group achievement: 40%
The group is expected to produce a smartphone holder (tablet holder) design based the
measurement of a physical smartphone/tablets of your choice. This mark should reflect
the technical difficulty of the project undertaken by the group and should also take into
account whether:
• Getting the right framework on the design opportunity the group is working on
(5%)
• An appropriate methodology is applied to the design of the smartphone holder
• Common standards are adhered to.
• An integrated piece of work is produced.
• The final product meets the specification.
Group report: 30%
The group is expected to produce a single unified report describing the analysis,
design, implementation, testing and evaluation of the smartphone holder. Marks
should reflect:
• Did the group write the report to common standards, producing a seamless
manuscript?
• Whether the report is properly structured.
• Whether the aims of the project are clearly stated.
• Whether the project is clearly specified.
• Are diagrams and graphics used appropriately, is it uncluttered and easy to read?
• Whether a critical appraisal of the project is given, in terms of both the process and
the outcome of the project. The report should clearly show what testing and
analysis was performed on the final ‘product’ and provide a clear analysis and
interpretation of that testing.
• Does the report convey to the reader the main points of the project such as: the
aims of the project, what was achieved, how was it achieved, future work, etc.

Individual Assessment
Students are assessed by their peers on the quality of the process and achievement of
the group, and the report. Individuals are expected to:
1. plan and monitor their contributions to the project and not to impede the
progress of the group
2. deliver their agreed elements on time and to specification.
Students were asked to reflect on whether they:
• Were prepared at the meetings.
• Were realistic about their objectives.
• Met their individual deadlines.
2
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• Supported other team members
• Took part in general discussion about the project
• Demonstrated resourcefulness and problem solving ability.
• Were proficient in the chosen implementation.
• Achieved their agreed component.
• Demonstrated command over their problem domain.
Declaration and verification
The report should include a statement in the Appendix from each member detailing
his/her individual contributions to the project (both the report and the application) and
some reflection on the team process. It should be clear from the student’s individual
statements of his/her work, i.e. which sections of the report he/she has written or to
which they have contributed.
Every student needs to sign this declaration form.

3
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